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ABSTRACT OF CAPSTONE 
TEACHER INDUCTION: A NEEDS BASED MODEL  
 
 As veteran teachers retire and an increasing number of new and less 
experienced teachers enter then leave the field, teacher attrition has become a greater 
problem for American school districts. The costs of teacher attrition are many. As 
school districts struggle to train and retrain, precious resources are expended, teacher 
effectiveness is diminished, and ultimately student achievement is sacrificed. This 
study examines a comprehensive approach to teacher induction, including the 
development of the New Teacher Needs Assessment Survey and the professional 
development sessions that spring from its results. Following the sessions the New 
Teacher Needs Assessment Survey is readministered to determine effectiveness of 
this component of the teacher induction program. Finally, results and implications are 
shared. KEYWORDS:  teacher attrition, teacher induction, needs assessment  
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 The rates are staggering. Within three years of teaching, 30% of American 
teachers leave the field (Athanases, Abrams, Jack, Johnson, Kwock, McCurdy, Riley, 
& Totaro, 2008). Extend that to five years and the attrition rate jumps to 50% 
(Athanases et al., 2008). Although alarming, it is not altogether surprising that so 
many new teachers wave the proverbial white flag. First-year teachers are faced with 
challenges for which no college preparatory program can truly groom them.  
 Plunged into a classroom with anywhere from 25 to 200 students per day, new 
teachers are expected to instantaneously create a classroom environment conducive to 
learning. They must wisely organize their limited space, familiarize themselves with 
school policies and procedures, establish classroom rules and procedures, collaborate 
with colleagues who are still yet strangers, decorate their room without distractions, 
and plan engaging, rigorous lessons. Then, as if managing a classroom for the first 
year is not demanding enough, real learning is expected to take place, learning that is 
substantiated by data. As challenging as the job stress can be for veteran teachers, it 
can be overwhelming for new ones. The proof lies in the attrition. 
 To further complicate matters the number of veteran teachers is dwindling as 
the number of new teachers swells (Ingersoll, 2012). The maturation of the baby-
boomer generation has resulted in an aging of the teaching force, thereby increasing 
the number of retirements in recent years (Ingersoll, 2012). Additionally, the teaching 
force itself has expanded since the mid-1980’s, outpacing student enrollment by 2.5 
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times (Ingersoll, 2012). From 1998 to 2008, the number of first-year teachers 
catapulted from about 65,000 to over 200,000 (Ingersoll, 2012). Consequently, in 
1998, the typical teacher was a veteran with 15 years experience, whereas in 2008, 
the typical teacher was a first-year “newbie” (Ingersoll, 2012).  
 Besides retirement, there are other reasons why teachers leave the profession 
altogether, although some motives are more common than others (Paese, 1990). For 
instance, the culture shock associated with being on the other side of the desk can be 
quite overwhelming (Paese, 1990). Although beginning teachers have spent much of 
their lives in the familiar setting of school, the role of teacher can be wholly foreign 
to them (Paese, 1990). For some, it is to have a family and stay home with a newborn. 
For others, it is the realization that teaching is not where they belong. Regardless of 
the reason, teachers are leaving because teaching is no longer their passion. 
 Regrettably, the pre-service teaching experience frequently does not do much 
to remedy the situation. The typical path to certification is heavier on classes in 
educational foundations, theory, and methods but lighter on their application 
(Molseed, 2000).  Furthermore, the process has all too often become routine, 
deemphasizing the quality of the experience (Molseed, 2000). The student teaching 
experience seems to be too little, too late to bolster the authenticity of the pre-service 
teaching program.  
 Yet even the best university preparatory programs cannot fully prepare 
beginning teachers for the demands placed upon them. Expectations related to 
classroom management, content knowledge, discipline, instruction, differentiation, 
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and other professional responsibilities could frighten the best of these beginning 
teachers. Add problems with students, parents, other teachers, and administrators to 
the mix and new teachers can be totally overwhelmed (Ponticell & Zepeda, 1997). 
Furthermore, real and illusory isolation serves to exacerbate the problems (Ponticell 
& Zepeda, 1997). It is like navigating a jungle, and that jungle is named “Public 
Education”.       
Problem Statement 
 The proliferation of new teachers, combined with exorbitant teacher attrition, 
has negatively impacted school districts as they struggle with the associated costs, 
staffing issues, lack of teacher efficacy, and resulting decrease in student 
achievement. Regardless of the reason for the departure, be it retirement, a new job in 
another school district, promotion to administration, an extended leave of absence, or 
leaving the field altogether, the outcome is the same; the school district pays the 
price, both economically and academically. This burden is all too familiar to Greenup 
County School District. Out of 215 certified slots, including 18 administrative, 107 
slots have been vacated over the past five years, which amounts to a staggering loss 
of 54%. By providing additional support to new teachers, school districts like 
Greenup County can counter the challenges related to teacher turnover. One means of 
delivering assistance to new teachers is a comprehensive teacher induction program.   
Purpose of this Study 
 The purpose of this study was to develop and implement a teacher induction 
program for the Greenup County School District, one that is uniquely and explicitly 
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tied to the new Kentucky Framework for Teaching and thereby the Kentucky 
Professional Growth and Effectiveness System (PGES). Consequently, this teacher 
induction program could serve as a model or template for other Kentucky school 
districts.  
 Three steps were taken to fulfill the purpose of this study. The first step was 
the development and administration of a new teacher needs assessment survey, which 
like the Kentucky Framework for Teaching focused on planning and preparation, 
classroom environment, instruction, and professional responsibilities. Using the 
resulting data from the survey, an effective teacher induction program was created 
next. Finally, the needs assessment survey was administered again, with subsequent 
analysis of data to measure program effectiveness. The ultimate goal is to implement 
a research-driven teacher induction program with the potential to effectively reduce 
teacher attrition in the Greenup County School District.      
Research Questions 
 In light of the aforementioned conundrum, this study addresses two research 
questions. The first question attends to the development of the New Teacher Needs 
Assessment Survey. (1) What benefits might a new teacher needs assessment based 
on the Kentucky Framework for Teaching have for a comprehensive teacher 
induction program? Although needs assessments exist in the education profession, 
particularly for purposes of guiding professional development, none have been  
published to date that specifically serve Kentucky teachers. With the implementation 
of Kentucky’s Professional Growth and Effectiveness System, teachers are evaluated 
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using the indicators and performance levels in the Kentucky Framework for 
Teaching, making it an invaluable needs assessment tool for Kentucky teachers.  
  The second research question deals with the critical issue of teacher 
effectiveness. (2) What impact might a comprehensive teacher induction program, 
which is based upon the self-identified needs of new teachers, have on increasing 
teacher effectiveness? In order to implement an effectual teacher induction program, 
the needs of the individual teacher must be identified first. Once the needs are 
determined, a program can be developed, and its impact measured. This researcher 
surmised that the weighted mean of the items, or needs, addressed in the teacher 
induction program will increase between the two administrations of the New Teacher 
Needs Assessment Survey.  
Significance of this Study 
 Teacher attrition is a widespead and substantial challenge for many school 
districts. It occurs at great cost, be it time spent during the selection process and 
training, a reduction in teacher efficacy, or a decrease in student achievement (Loeb, 
Ronfelt, & Wyckoff, 2012). Furthermore, money that is spent on recruiting, hiring, 
and training could probably be better spent on programs and the work environment 
(Loeb, Ronfelt, & Wyckoff, 2012). Excessive teacher turnover results in excessive 
depletion of scarce and precious resources. Having the same individual in the 
classroom year after year promotes stability in the school for the students. 
 As much of the research to date indicates, teacher turnover can negatively 
effect student achievement when higher quality teachers are replaced by those whose 
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teaching skills are still developing (Loeb, Ronfelt, & Wyckoff, 2012). However, there 
is also evidence that the damaging impact extends beyond those students directly 
involved in the redistribution of teachers (Loeb, Ronfelt, & Wyckoff, 2012). When 
money and other resources are redirected to cope with the challenges related to 
teacher turnover, the students of veteran teachers suffer as well (Loeb, Ronfelt, & 
Wyckoff, 2012). Moreover, the teachers who stay are often burdened with more 
responsibilities and work to compensate for their inexperienced colleagues (Loeb, 
Ronfelt, & Wyckoff, 2012).  
 This study offered school districts an opportunity to potentially address the 
issue of teacher attrition using a research-based teacher induction program. The 
combination of a needs assessment survey with professional development and 
services designed to target those indicated needs, creates a comprehensive program 
that supports new teachers as well as the wise use of resources. Such a comprehensive 
teacher induction program has benefit for the Greenup County School District.     
Local Context 
Greenup County 
 Greenup County School District lies in rural Greenup County in the utmost 
northeastern part of Kentucky. The county is nestled in the foothills of the 
Appalachian Mountains and bordered by the Ohio River to its east. The nearest 
interstate serving the 36,707 citizens of Greenup County is 25 miles away (Kentucky 
Center for Education & Workforce Statistics [KCEWS], 2014). Its 355 square miles 
are located in the eastern coal field region of Kentucky and home to not only the 
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county school district but also to the Russell and Raceland Independent districts 
(KCEWS, 2014).  
 According to the 2014-2015 Kentucky County Profile, the median household 
income in Greenup County is $43,808, while the per capita income is $22,350 
(KCEWS, 2014). Consequently, 16.6% of Greenup County citizens live below the 
poverty line (KCEWS, 2014). Certainly impacting the earning power of Greenup 
County citizens is their level of education. As of 2014, just 24.2% of Greenup County 
residents had earned some type of post-secondary degree as compared to 27.9% in the 
state and 36.1% in the nation (KCEWS, 2014). Also, 18.4% of Greenup County 
residents had not earned a high school diploma as compared to 17.6% in the state and 
14.3% in the nation (KCEWS, 2014). For a clearer understanding of the educational 
levels of Greenup County citizens consider Table 1. 




Education Attainment of Greenup County Residents 
  Level of Education County             KY                 US 
 
Less than a high school 






   
14.3% 
High school diploma or 
equivalent 
 
35.7% 34.0%     28.2% 
Some college but no 
degree 
 
21.7% 20.5%   21.3% 
Associate’s degree 
 
8.2% 6.9%    7.7% 
Bachelor’s degree 
 
9.1% 12.5% 17.9% 
Graduate degree 6.9% 8.5% 10.6% 
 
Source: Adapted from Kentucky Center for Education & Workforce Statistics, Kentucky P-20 Data 
Collaborative. (2014). Greenup County 2012 Kentucky County Profile.  
  
 Related to the income and educational levels is the employment profile of the 
county. The vast majority of Greenup County citizens, (46.0%), are employed in 
health and education services (KCEWS, 2014). In comparison, only 0.7% of the 
citizens are employed in agriculture, mining, and other natural resources (KCEWS, 
2014).  Figure 1 illustrates Greenup County employment by sector as of 2012. 
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Figure 1: Industry Employment in Greenup County in 2012. Source: Adapted from 
Kentucky Center for Education & Workforce Statistics, Kentucky P-20 Data Collaborative. (2014). 
Greenup County 2012 Kentucky county profile. Retrieved from Kentucky Center for Education & 
Workforce Statistics website: https://kcews.ky.gov/reports/CountyProfile/CPG_201415_Greenup.pdf 
Understanding the income and educational levels as well as the employment 
by sector for Greenup County offers some insight regarding the school district. The 
Greenup County School District prepares students for high school graduation as well 
as post-secondary education and employment, determining income levels for Greenup 
County in the process.  Alternately, the socio-economic culture of Greenup County 
impacts the culture of the Greenup County School District. 
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Greenup County School District 
 Students. 
 According to its 2013-2014 Kentucky School Report Card, Greenup County 
School District serves 2,833 students in grades K-12. Of these students, 1,463 are 
males and 1,370 are females (Kentucky Department of Education [KDE], 2014). 
Essentially the student population is ethnically homogeneous with only 59 students, 
or 2.1%, representing minority groups (KDE, 2014).  
 Greenup County students attend one of four elementary schools and two 
middle schools. The one high school serves all Greenup County students grades nine 
through 12. As expected the school district is a microcosm of the county it serves. 
Thus, economically speaking, 65.2% of Greenup County School District students 
receive free or reduced lunch (KDE, 2014). 
 Teachers. 
 Greenup County School District currently employs 215 certified staff 
including 18 administrators, 8 counselors, 8 librarians, 6 special needs itinerants, and 
175 regular classroom teachers. The average student-to-teacher ratio is 16:1 with 55 
teachers at the high school, 48 at the two middle schools, and 72 at the four 
elementary schools (KDE, 2014). There are 36 male and 139 female teachers with 
three teachers representing minority groups (KDE, 2014). The average years of 
teaching experience is 12.3 years (KDE, 2014). Although 2% of Greenup County 
teachers hold emergency or provisional certificates, 100% of core academic subject 
classes are taught by highly qualified teachers (KDE, 2014). 
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 District academic performance. 
 The 2013-2014 school year saw a 7.8 rise in the overall accountability score 
for the Greenup County School District, catapulting it from the 30th percentile at 61.4 
to the 80th percentile at 69.2 (KDE, 2014). As a result, the Greenup County School 
District was designated as proficient/progressing and high progress, meaning that it is 
in the top 10% in Kentucky regarding improvement (KDE, 2014). This overall score 
is formulated based upon scores in five categories: achievement, gap, growth, college 
and career readiness (CCR), and graduation rate (KDE, 2014). Collectively, the 
elementary schools had a weighted score of 59.9, the middle schools 57.8, and the 
high school 63.5, resulting in a district-wide overall score of 69.2 (KDE, 2014).  
Table 2 depicts the breakdown of scores as reported for the 2013-2014 school year for 
the Greenup County School District.  














Next-Generation Learners Program Reviews Combined Results 




















School 2013-2014 59.9 46.123 97.9 22.517 68.6 
  2012-2013 56.3 43.351 74.2 17.066 60.4 
 
Middle 
School 2013-2014 57.8 44.506 97.9 22.517 67.0 
  2012-2013 53.9 41.503 83.3 19.159 60.7 
 
High 
School 2013-2014 63.5 48.895 100.0 23.000 71.9 
  2012-2013 58.3 44.891 79.6 18.308 63.2 
 
District 
Average 2013-2014     69.2 
  2012-2013     61.4 
Source: Adapted from Kentucky Department of Education. (2014). Greenup County School District 
report card.  
 
 One of the major indicators of a school district’s success is its graduation rate. 
Greenup County School District’s graduation rate for the 2013-2014 school year was 
92.1%, up from 89.0% the previous year (KDE, 2014). Similarly, the ability of 
students to transition to adult life is another major indicator of success. Table 2 
presents the numbers and percentages of 2013 Greenup County graduates, as they 
transition to various domains of post-secondary life (KDE, 2014). As indicted by 
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Table 2, 107 students, or 58.8% of the 2013 Greenup County graduates, pursued post-
secondary education via college, while 55% of all 2013 Kentucky graduates pursued 
it (KDE, 2014). Only 3 Greenup County graduates enlisted in the military while 1,191 
Kentucky graduates enlisted overall (KDE, 2014). Surprisingly, no Greenup County 
graduates attended vocational or technical school yet 2,625 graduates in the state of 
Kentucky attended it. Table 3 from the Greenup County High School 2014 report 
card portrays the transition data.    




Greenup County High School Class of 2013 Transitions  
By Transition to Adult 
Life After Graduation  
School State 
Total Percentage Total Percentage 
College (In State and Out 
of State)  
- students indicated as 
attending college 
 
107 58.8% 24,153 55.0% 
College (In State only)  
- students indicated as 
attending college 
 
72 39.6% 21,964 50.0% 
College (Out of State 
only)  
- students indicated as 
attending college 
 
35 19.2% 2,189 5.0% 
Vocational/Technical 
Training  




0 0.0% 2,625 6.0% 
Military  
- students indicated as in 
military 
 
3 N/A 1,191 N/A 
Source: Kentucky Department of Education. (2014). Greenup County School District report card.  
 
 Although Greenup County’s graduation and transition data roughly compare 
to that of the state, the school district’s flagship, Greenup County High School, was 
identified as a persistently low achieving (PLA) or priority school in 2011, ranking in 
the bottom 10% of schools regarding state assessments (Kentucky Department of 
Education [KDE], 2012). PLA designation necessitated state-commandeered school 
TEACHER INDUCTION: A NEEDS BASED MODEL 29 
 
 
turnaround, an intensive process devised to drive school improvement. Subsequently, 
the high school alone lost 55% of its teachers to retirements and resignations before 
the start of the 2011-2012 school year.  
 The following school year saw an additional turnover of 30% of the remaining 
high school teachers. Data reveal that from 2009-2014, the district as a whole 
suffered from attrition rates of 12%, 9%, 10%, 10% and 8% respectively. These rates 
certainly indicate a need for a comprehensive, district-wide teacher induction 
program to promote teacher retention.  
Summary 
 As espoused by Danielson (2013) and exemplified in the Kentucky 
Framework for Teaching, teaching is a complex, cognitively-demanding activity. It 
requires theoretical knowledge, training, and practice for successful results, much of 
which is acquired on-the-job (Ingersoll, 2012). Teacher attrition and the resulting 
turnover create a perpetual exchange of experienced teachers for novices, impeding 
teacher effectiveness and student success (Athanases et al., 2008). In order to quell 
the 54% attrition rate of the Greenup County School District, this capstone explored 
the development and implementation of a new teacher induction program.   
Definitions of Terms 
 The following terms and associated definitions were used for the purpose of 
this capstone. 
Mentor – A mentor is a veteran teacher who collaborates with and coaches new 
teachers in order to provide a smooth transition into the profession or workplace. 
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New Teacher – A new teacher is any teacher who is new (first year) to the Greenup 
County School District.  
Teacher Effectiveness – Teacher effectiveness is defined as the performance level 
(ineffective, developing, accomplished, or exemplary) that a teacher achieves 
regarding a given indicator in the Kentucky Framework for Teaching. For purposes of 
this capstone, the effectiveness of the new teacher cadre is defined by the weighted 
means of the indicator on the New Teacher Needs Assessment Survey.  
Teacher Induction Program – A teacher induction program is the process by which 
districts and/or schools welcome, prepare, train, and support new teachers. In this 
case it refers to the administrations of the New Teacher Needs Assessment Survey in 
conjunction with the professional development program that was implemented. 
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Chapter 2  
Review of Literature 
 The development and implementation of a comprehensive teacher induction 
program requires a great deal of research into relevant best practices. This chapter 
encompasses a thorough examination of the literature pertaining to this study. The 
requisite components of the research are illustrated by the conceptual framework 
displayed in Figure 2. 
 
Figure 2. Components of the research.  
 There are three distinctive research domains that form the foundation for this 
study. The research that was gleaned from these domains allowed for a more 
manageable approach to the development and implementation of a comprehensive 
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new teacher induction program. Moreover the components work together to drive the 
process.    
Teacher Induction Programs 
 In an effort to retain new teachers, increase teacher effectiveness, and meet the 
demands of high stakes testing, some schools, districts, and states have implemented 
teacher induction programs. “Teacher induction is defined as the period of transition 
from student to professional when beginning teachers are offered supervision and 
support as they adjust to their new roles” (Blair-Larson & Bercik, 1992, p. 25). These 
programs have gained a great deal of popularity in recent years. Approximately 
61,000 first-year teachers participated in some sort of induction program in 1991. In 
contrast, around 179,000 first-year teachers were involved in an induction program in 
2008 (Ingersoll, 2012).  
 However, teacher induction programs do vary significantly from state to state, 
district to district, and school to school (Hirsch, Knapp & Koppich, 2001). The most 
common induction endeavor is the regular communication between new teachers and 
their administrators or department chairs, as 87% of new teachers affirm (Ingersoll, 
2012). Around 80% of new teachers acknowledged the support of a mentor teacher, 
while slightly over half of them report having common planning and collaboration 
time with other teachers in their subject area (Ingersoll, 2012).  Only one-third of new 
teachers received additional classroom assistance, such as a teacher aide, and fewer 
than 20% confirmed a lighter course load (Ingersoll, 2012). Table 4 illustrates the 
variance in teacher induction programs. 




New Teacher Experiences with Induction Programs 
Induction Experiences Percentage of New 
Teachers 
Regular communication with administrators or department 
chairs  
87% 
Support of a mentor teacher 80% 
Common planning and collaboration time with other 
teachers in their subject area  
50% 
Additional classroom assistance (e.g., teacher aide) 33% 
Lighter class load 20% 
Source: Ingersoll, (2012)   
 
 Before 1980, the teacher induction programs that did exist were largely the 
result of district and school planning and funding (Hirsch, Knapp & Koppich, 2001). 
During the 1980’s, only 15 states had recognized programs for new teachers. The 
numbers increased to 38 and the District of Columbia at the end of 1999 (Hirsch, 
Knapp & Koppich, 2001). However, not all of these state-created teacher induction 
programs were funded by the state nor were they all mandatory (Hirsch, Knapp & 
Koppich, 2001). By 2010, only 27 of the state teacher induction programs were 
compulsory (Ingersoll, 2012). Furthermore, many of these programs are not 
comprehensive, as they simply pair mentoring with some extra administrative 
attention in the form of pre- and post-observation meetings (Hirsch, Knapp & 
Koppich, 2001). Such is the case with the Kentucky Teacher Internship Program 
(KTIP).         
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Kentucky Teacher Internship Program. 
 KTIP began in 1985 as a result of legislation passed by the Kentucky General 
Assembly (University of Kentucky, 2014). Currently, the purpose of the program is to 
support new teachers during their first year in the classroom, thereby increasing the 
likelihood of a successful experience (University of Kentucky, 2014). A three-
member committee consisting of a mentor teacher, building administrator, and 
university representative conducts observations, conferencing and providing feedback 
to the new teacher (University of Kentucky, 2014). All committee members are 
required to be trained by the Education Professional Standards Board (EPSB) in the 
supervision and assessment of new teachers (University of Kentucky, 2014).  
 The primary focus of KTIP is the Teacher Performance Assessment (TPA), a 
process that involves year-long data collection pertaining to teacher performance in 
adherence to the Kentucky Teacher Standards. Evidence includes such items as 
observations, lesson plans, and video recorded lessons. KTIP teachers and their 
mentors are also required to keep logs of time spent and activities pursued with each 
other both inside and outside of the designated school day. The KTIP committee 
monitors the progress of internship teachers and ultimately assesses their 
performance. All ten of the Kentucky Teacher Standards must be met in order for an 
intern teacher to earn a non-provisional teaching certificate.  
 Multi-service induction programs. 
 There are some induction programs reminiscent of cable companies that 
consist of numerous services bundled into one package (Ingersoll, 2012). For 
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instance, through a state grant, the School of Education and Related Professional 
Studies at Glassboro State College in New Jersey created the Thomas E. Robinson 
Beginning Teacher Induction Center (BTIC) (Calliari, 2001). Some of the goals of the 
center involved providing beginning teachers with support in the form of (a) research-
based information, training, and technical assistance; (b) development of individual 
teaching styles based on observations, discussions, and consultations, and;  
(c) encouragement of life-long learning (Calliari, 2001).  
 To achieve its goals the BTIC offered a broad-range of services such as a new 
teacher seminar series, teacher-talk line, support teams, and outreach to local districts 
interested in the development of local level programs (Calliari, 2001). Unfortunately, 
wrap-around services such as these are not the norm. In 2007-2008, the last school 
year for which such data are available, only 5% of new teachers experienced services 
such as those provided by the BTIC (Ingersoll, 2012).  
 Comprehensive teacher induction programs. 
 Even fewer teacher induction programs are comprehensive, incorporating 
needs based assessment, planning, and delivery of multiple services that target the 
indicated needs (Leimann, Murdock, & Waller, 2008). A comprehensive teacher 
induction program is a “systemwide, coherent training and support process that 
continues for 2 or 3 years and then seamlessly becomes part of the lifelong 
professional development program of the district to keep new teachers teaching and 
improving toward increasing their effectiveness” (Wong, 2004, p. 42). For instance, 
in the Wicomico County Public Schools in Maryland, needs based assessments are 
TEACHER INDUCTION: A NEEDS BASED MODEL 36 
 
 
completed twice per year by teachers who have less than two years of experience 
(Leimann et al, 2008). Data obtained from the surveys are used to develop whole-
group professional development sessions and individualized plans that specifically 
target the needs of those new teachers (Leimann et al., 2008).  
 Although other comprehensive teacher induction programs like that in 
Wicomico County exist, they are scarce. From a cursory look of online needs 
assessment surveys, it appears that most are administered by district professional 
development directors for all teachers, both new and veteran. Questions are typically 
broad and general, focusing on the time and convenience of the program as opposed 
to instructional and professional needs. Subsequently, the literature indicates that 
there exists a strong need for comprehensive teacher induction programs.  
Professional Development 
 Because all Kentucky teachers, as of 2014, are evaluated within the Kentucky 
Professional Growth and Effectiveness System (PGES), it stands to reason that it 
should serve as the litmus test for evaluating professional development needs and 
effectiveness. A firm grasp of PGES is necessary when considering the development 
and implementation of professional development programs in Kentucky, including 
teacher induction programs. PGES employs multiple evidentiary measures over the 
course of a school year in order to determine teacher effectiveness, including 
observations by administrators, peer observations, self-reflection and professional 
growth, student growth, and a student voice survey (University of Kentucky, 2014). 
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The foundation of PGES is the Kentucky Framework for Teaching (Framework), 
which is derived in large part from the research and framework of Danielson (2014).  
 According to the Framework itself, the document is “designed to support 
student achievement and professional best-practice through the domains of Planning 
and Preparation, Classroom Environment, Instruction, and Professional 
Responsibilities” (Danielson, 2014, p. 2). To gain a better understanding of the 
document for professional development purposes, the Framework consists of four 
teacher performance categories including exemplary, accomplished, developing, and 
ineffective. The themes addressed within the Framework are equity, cultural 
competence, high expectations, developmental appropriateness, accomodating 
individual needs, effective technology integration, and student assumption of 
responsibility.  
 Additionally, the Framework is indicative of the Characteristics of Highly 
Effective Teaching and Learning (Kentucky Department of Education, 2013), as it 
focuses on the learning climate, classroom assessment and reflection, instructional 
rigor and student engagement, instructional relevance, and knowledge of content. 
Because the Framework is derived from the Kentucky Teaching Standards, all 
professional development programs in Kentucky should support the skills indicated in 
the Framework.  
 Professional development programs that follow best practice and are designed 
to move teachers toward the accomplished and exemplary indicators of the 
Framework, have the potential to increase teacher effectiveness, as evidenced by the 
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results of the New Teacher Needs Assessment Survey. For example, in Domain 1: 
Preparation and Planning, Component 1E: Designing Coherent Instruction, the 
second exemplary indicator states, “Learning activities are differentiated 
appropriately for individual learners. Instructional groups are varied appropriately 
with some opportunity for student choice” (Danielson, 2014, p. 12). From this 
indicator it can be surmised that professional development that engages teachers in 
ongoing formative assessments, the application of differentiation strategies, or the 
logistics necessary for the implementation of student choice in the classroom is most 
definitely worthwhile, as it is likely to increase teacher effectiveness. 
 However, it is imperative that administration recognize that the professional 
needs of beginning teachers and veteran teachers are different from one another 
(Lunenburg, 2011). According to Lunenburg of Sam Houston State University, 
“Principals need to plan special and continuing in-service activities with topics 
directly related to the needs and interests of beginning teachers. Eventually, 
[principals can] integrate beginning professional development activities with regular 
professional development activities” (2011, p. 3). To fully examine the research 
related to new teacher professional development needs, it is best to organize those 
needs according to the four domains of the Kentucky Framework for Teaching as 
displayed in Figure 3. 
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Figure 3. Framework for Teaching Domains. This figure illustrates the relationship 
between the four domains of teaching (Danielson, 2011, p. 2). 
Planning and preparation. 
Planning and preparing for instruction is certainly an area of high need for 
new teachers (Algozzine, Cowan-Hathcock, Gretes, J., & Queen, A., 2007). It 
requires knowledge of content, pedagogy, students, and resources in order to be done 
well (Danielson, 2014). Accomplished teachers are authorities in their subjects, 
understanding the concepts and their interconnectedness (Danielson, 2014). Their 
plans reveal their intricate content knowledge and diverse pedagogical approaches as 
well as their skillful use of resources. Accomplished teachers convey their expertise 
to students in meaningful ways by assessing students’ needs, determining 
instructional outcomes, and designing coherent instruction (Danielson, 2014).  
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 Veteran teachers possess a host of such knowledge and skills, not to mention a 
repertoire of lessons, activities, and strategies that they can routinely adapt and reuse, 
whereas new teachers are developing theirs for the first time (Wisconsin Education 
Association Council, 2014). Left on their own, planning and preparation can become 
incredibly time-consuming and overwhelming for new teachers (Wisconsin Education 
Association Council, 2014). Therefore, it is vital that new teachers are afforded 
regular opportunities for collaboration with veteran teachers through vehicles such as 
subject or grade-specific common planning, professional learning communities 
(PLC), and other types of learning teams (Moir, 2009). The ongoing professional 
development inherent in teacher learning groups offers tremendous opportunity for 
professional growth for new and veteran teachers alike, as they share ideas and learn 
from one another in conversations about curriculum, instructional strategies, and 
student academic performance needs. 
 Classroom environment. 
 In order to establish and sustain a positive classroom environment, the teacher 
must create an atmosphere of respect and rapport through interactions with students 
(Danielson, 2014). Cultivating positive teacher-student and student-student 
relationships in the classroom establishes the foundation for a culture of learning to 
promote student achievement (Danielson, 2014). A culture of learning is further 
defined by high energy and expectations regarding student work in the classroom 
(Danielson, 2014). It is also dependent upon the teacher’s ability to manage 
classroom procedures, student behavior, and the physical space (Danielson, 2014). By 
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having a positive classroom environment and an established culture of learning, the 
foundation is laid for increased student achievement.  
 Faced with all of the challenges inherent in creating a positive learning 
environment, is no wonder that classroom management is frequently cited as a top 
concern of teachers in general (American Psychological Association, 2014). 
Professional development in classroom management is important for all teachers, but 
especially significant for new ones (Oliver & Reschly, 2007). “A 2011 survey of 
teachers and school administrators by Staff Development for Educators, for example, 
found that 86 percent of respondents cited classroom management as one of the 
biggest challenges facing new teachers” (Rebora, 2013, n. p.).  
 Moreover, frustration regarding classroom management is a major reason for 
new teacher attrition (American Psychological Association, 2014). In many cases 
inadequate professional development programs intensify the struggle experienced by 
new teachers in the classroom, as such programs often do not provide classroom 
management training and supervision in a real world context (Oliver & Reschly, 
2007). Subsequently, when the classroom environment suffers, instruction suffers, 
rendering teachers ineffective (Oliver & Reschly, 2007). The solution to the problem 
requires systemic professional development for new teachers that includes behavior 
management simulations and classroom organization assistance (Oliver & Reschly, 
2007). 




 Another aspect of teaching that can be overwhelming for new teachers is 
classroom instruction itself (American Psychological Association, 2014). To address 
this aspect the Framework (2014) identifies five components of instruction upon 
which all teachers must focus in order to be effective. The first component, 
communicating with students, serves many purposes. The teacher must communicate 
to students that teaching and learning are purposeful activities that require effort and 
perseverance (Danielson, 2014).  The teacher must also communicate clearly, 
whether providing directions or feedback. Finally, when expanding upon a topic, an 
accomplished teacher will employ metaphors or analogies, linking more complex 
concepts to students’ prior knowledge (Danielson, 2014). In essence, an 
accomplished teacher is an excellent communicator.  
 A second component of instruction relies on the ability of the teacher to use 
questioning and discussion techniques (Danielson, 2014). The key is to use these 
techniques to deepen student understanding, not simply for recall purposes. An 
effective teacher scaffolds questions and builds upon student responses, engaging all 
students in the discussion (Danielson, 2014). Therefore, questioning and discussion 
techniques directly support the third component of instruction, engaging students in 
learning.   
 Engaging students in learning is the centerpiece of the Framework, as all other 
pieces culminate in it.  It is essential to bear in mind that compliance does not denote 
engagement; being busy or on task is not enough (Danielson, 2014). Student 
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engagement involves activities such as discussion, discovering patterns, debating, and 
asking “what if” questions ((Danielson, 2014). Student engagement is student-
centered and student-driven. 
 According to Danielson (2014), the fourth component of instruction is using 
assessment, both formative and summative. Debate, exit slips, quizzes, simulations, 
exhibits, observations, performances, and writings are all examples of assessment. 
Assessment should guide instruction by measuring academic achievement in 
accordance with the standards of the discipline and the objectives of the lesson. An 
accomplished teacher creates ongoing systems of assessment and engages in constant 
monitoring in the classroom (Danielson, 2014). An exemplary teacher takes 
assessment even further by allowing for at least some student choice in the process 
(Danielson, 2014).  
 The final component of instruction is demonstrating flexibility and 
responsiveness (Danielson, 2014). Flexibility and responsiveness refer to the ability 
of a teacher to adapt in a moment according to the circumstances of that moment 
(Danielson, 2014). In other words, teachers must have the ability to “think on their 
feet” to be truly effective. However, as a teacher becomes more experienced and 
adept at predicting student responsiveness, this component becomes less necessary 
(Danielson, 2014).  
 Professional development programs that focus on the five components of 
instruction, communicating with students, using questioning and discussion, engaging 
students in learning, using assessment in instruction, and flexibility and 
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responsiveness, offer real opportunity for growth for all teachers. New teachers are 
particularly concerned with them, especially those components that encompass the 
motivation and participation of students, the assessment of student work, and 
differentiation (Putz, 1992). According to a study conducted by the National 
Comprehensive Center for Teacher Quality and Public Agenda, 63% of new teachers 
believe that preparing them to meet the needs of a diverse classroom would be very 
effective in improving teacher quality (Public Agenda, 2008). The five components of 
instruction outlined in the Kentucky Framework for Teaching set forth the 
expectations for teachers and their training.  
 Professional responsibilities. 
 According to Danielson (2014), fulfilling one’s professional responsibilities is 
an integral part of being an accomplished teacher. Professional responsibilities 
include such activities as communicating with families and participating in a 
professional community, both of which can seem elusive and even overwhelming to 
new teachers. New teachers feel less prepared than their more experienced 
counterparts when it comes to communicating with parents, especially when conflict 
arises (Meister & Melnick, 2008). Consequently, they send student progress reports 
home less often and use fewer means of communication (Meister & Melnick, 2008).  
 Beginning teachers also have concerns regarding their professional 
relationships with colleagues (Meister & Melnick, 2008). As with any new employee 
in any vocation, new teachers might worry about being accepted and valued. 
Furthermore, in an effort to not be perceived as weak or incompetent, new teachers 
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might mask their struggles, resulting in feelings of loneliness (Meister & Melnick, 
2008). This isolation, be it perceived or real, can be a major obstacle regarding 
improved instruction and student learning (Goldin & Mirel, 2012). Because it is 
difficult to schedule collaboration within the confines of the regular workday, 
teachers tend to spend merely three percent of their day in collaboration (Goldin & 
Mirel, 2012). Accordingly, ongoing, job-embedded professional development that 
incorporates mentoring and other forms of collaboration have countered the isolation 
that permeates our nation’s schools, reducing new teacher anxiety as well as attrition 
(Heider, 2005).  
Strategies for Promoting Teacher Retention 
 When considering strategies that promote teacher retention, it is important to 
note that teacher induction programs that focus only on mentoring and extra 
administrative support, as KTIP and the vast majority of others do, are barely better at 
retaining teachers than no induction at all (Ingersoll, 2012). In contrast, new teachers 
participating in more comprehensive induction programs were half as likely to leave 
the profession after one year as their counterparts (Ingersoll, 2012).  
 In other words, multiple services such as needs assessment, new teacher 
professional development, a lighter class load, an instructional aide, less extra duties, 
and common planning, increase teacher retention. From this it can be inferred that if 
the goal is teacher retention then schools, districts, and states are wasting their time, 
resources, and money by simply mentoring new teachers and providing them with 
some additional support from administrators or department chairs. As the research 
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concludes, unless more of the aforementioned services are incorporated into teacher 
induction programs, retention will not significantly improve (Ingersoll, 2012). 
 So the question remains, which strategies impact teacher retention? Certainly, 
the most critical piece is mentoring, as it is powerful and cost effective (Paese, 1990). 
There is evidence indicating mentoring as a major factor in promoting teacher 
retention (Arnett, Arnold-Rogers, & Harris, 2008). Furthermore, not only are 
mentored teachers more likely to be retained, they also become competent faster than 
those novice teachers who have no mentor (Huling, Resta, & Yeargain, 2013).  
 According to the Center of Excellence in Teacher Education at Memphis State 
University, there are a number of factors that empower the mentor-mentee 
relationship:  
 1) prior experiences in assisting student teachers and novice teachers 
 2) years of experience as a teacher 
 3) willingness to commit time to the protégé early in the relationship 
 4) ability to conceive the relationship in developmental terms with sensitivity 
 in modifying the mentor relationship as the protégé  progresses 
 5) possessing high status within the school and within the profession, such as 
 attainment of higher rank in a state's career ladder program.  
 (Paese, 1990, p. 162) 
 It is also helpful if the mentor is in the same building, teaching the same grade 
level or subject as the mentee (Paese, 1990). However, there is one caveat: The 
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mentor-mentee relationship is weakened when it is contrived; for it to be truly 
genuine, it cannot be forced upon the veteran teacher (Paese, 1990).     
 Besides mentoring, other strategies to promote retention are additional access 
to administrators and/or the department chair, reduced course load, subject or grade 
specific common planning, classroom aides, and new teacher seminars/professional 
development (Ingersoll, 2012). New teacher professional development at the start of 
the school year is particularly helpful, as novice teachers have immediate concerns 
that can be addressed, allowing them to get a positive start in their new career (Paese, 
1990). Classroom management, time management, planning, and organizational 
policies and procedures are typical worries (Paese, 1990). Structured observations 
with feedback and release time for both the new teacher and the mentor are also 
impactful regarding retention (Paese, 1990). Although difficult to arrange, release 
time is necessary to ensure that ample time is allotted for collaboration (Paese, 1990).  
Summary 
 Not only are most of the current teacher induction programs amiss, the 
literature regarding them is also. The great expanse of literature focuses on mentoring 
as if it were the only worthwhile component of teacher induction. Mentoring teachers 
are praised above all else as being the saviors of new teachers (Futrell, 2001). While 
some literature does manage to mention other valuable services, it generally fails to 
stress the value of them. In other words, although mentoring is just one aspect of 
teacher induction, there is much more published about it (Clement, 2000). 
Additionally, there is little discussion of the limitations associated with mentoring, 
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limitations that could be overcome through the addition of other services within the 
programs.  
 Although mentoring is a significant piece of the teacher induction puzzle, the 
vast array of literature has overly relegated itself to espousing its benefits. As a result, 
most schools, districts, and states have created teacher induction programs that rely 
too heavily on teacher mentoring at the expense of the programs’ effectiveness. The 
Kentucky Teacher Internship Program, the only teacher induction program mandated 
and funded by the Commonwealth of Kentucky, falls into the previous category. Until 
Kentucky educational leaders realize the value of wrap-around services for new 
teachers, school districts must develop and implement their own comprehensive 
teacher induction programs, if they wish to increase teacher retention, teacher 
effectiveness, and ultimately student achievement. Chapter Three details the 
methodology and procedures employed by this researcher in the development and 
implementation of a comprehensive teacher induction program in the Greenup 
County School District.  
  




Methodology and Procedures 
 As a microcosm of the American school system, Greenup County School 
District likewise struggles with teacher attrition. For at least the past five years, the 
school district has served as an entry point for new teachers, only to lose many of 
them within five years of their initial employment. There is no doubt that a variety of 
reasons exist for the teacher resignations, although no official data has been 
maintained by the Greenup County School District. With such attrition and its 
resulting turnover, the literature indicates that it is extremely difficult to increase or 
even maintain teacher effectiveness, as defined by the extent to which instructional 
objectives are met and student growth achieved. Consequently, it can be ascertained 
that student achievement has suffered as the Greenup County School District 
struggled to train its revolving door of teachers.   
Purpose and Research Questions 
 The purpose of this study was to develop and implement a teacher induction 
program for the Greenup County School District. Additionally, the teacher induction 
program may serve as a model or template for other Kentucky school districts. Three 
steps were taken to fulfill the purpose of this study. First, a needs assessment survey, 
derived from the Kentucky Framework for Teaching, was developed for this capstone 
then completed by the district’s new teachers. Secondly, the results from the survey 
were used to create a teacher induction program to promote teacher effectiveness and 
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retention. Finally, the needs assessment survey was readministered to determine the 
impact of the induction program.  
 The following research questions were addressed in this study:  
(1)  What impact might a teacher induction program that is based upon the self-
identified  needs of new teachers have on increasing teacher effectiveness?  
(2)  What benefit might a professional development program based upon a new 
teacher needs assessment have for a comprehensive teacher induction 
program?  
 Outcomes were measured by comparing the results from the two 
administrations of the New Teacher Needs Assessment Survey.  Specifically, the 
weighted mean of each item in the first administration of the survey was compared to 
the weighted mean of the corresponding item in the second administration to 
determine if a change in opinion by the respondent.      
Research Design 
 Survey research was used for this study in the format of a questionnaire. By 
having new teachers self-assess their teaching skills using the survey instrument, 
values could be assigned to the Likert-like scale and responses calculated to 
determine the weighted mean of each item. The same survey was administered twice 
to the same group of subjects with professional development sessions conducted by 
this researcher in the interim. Because of the small sample size (6), the frequencies 
and mean scores of the pre and post data were compared practically, or without using 
statistical testing. This researcher hypothesized that the weighted means of the items 
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addressed in the professional development sessions would increase between the two 
administrations of the New Teacher Needs Assessment Survey.           
Subjects and Sampling 
 Due to current district policy, all new Greenup County School District 
teachers for the 2014-2015 school year were strongly encouraged but not obligated to 
participate in the induction program. The Commonwealth of Kentucky requires that 
every full-time certified teacher complete 24 hours of professional development for 
each full year of employment. Out of the 24 hours of state-required professional 
development, the Greenup County School District requires 12 inflexible hours for 
teachers, including six hours for state and federally mandated trainings and six hours 
for school-specific professional development. The remaining 12 hours of professional 
development are selected by the individual teacher with principal and central office 
approval. More required hours would have restricted teacher choice, altering the 
professional development plan. However, this issue may be addressed prior to the 
development of the next professional development plan.   
 Dr. Matt Baker, Director of District-Wide Programs as well as Professional 
Development Coordinator for the Greenup County School District, invited new 
teachers to attend personally and via email. There were 12 new teachers hired by the 
start of the 2014-2015 school year. The 12 were comprised of 11 females and one 
male, ranging from 22-50 years of age, with no ethnic minorities represented. Out of 
the 12 new teachers, four were hired for the high school and eight for the elementary 
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schools.  A total of six teachers participated in the study, four female elementary 
school teachers, one female high school teacher, and one male high school teacher.       
Instrumentation 
 The New Teacher Needs Assessment Survey consisted of 46 items derived 
from the exemplary indicators of the Kentucky Framework for Teaching. A Likert-
like scale was used with potential responses of Strongly Disagree (SD), Disagree (D), 
Agree (A), and Strongly Agree (SA), assigned scores of one to four respectively. The 
responses for each question were tallied and averaged, resulting in a weighted mean 
for each item. The survey was administered twice, once at the onset of the teacher 
induction program and once at the end of the induction program.  
Procedure 
 This study consisted of five sequential steps procedurally. The first step 
involved a thorough analysis of the Kentucky Framework for Teaching, which is the 
guiding document for Kentucky’s Professional Growth and Effectiveness System. 
This researcher examined the indicators, or markers of an exemplary teacher. For 
instance, it was noted that an exemplary teacher must have extensive knowledge of 
key concepts in the teacher’s field as well as their relationship to other concepts and 
other fields of study. The notes were compiled and a rough draft of the needs 
assessment survey was composed.   
 Using the rough draft gleaned from the exemplary performance level of the 
Kentucky Framework for Teaching, the 46 item New Teacher Needs Assessment 
Survey was developed by this researcher. For example. the first item of the survey 
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stated the following: I possess solid knowledge of the important concepts and content 
in my discipline, including interconnections between it and other disciplines. The 
respondent’s choices were indicative of a Likert-like scale, consisting of Strongly 
Disagree (SD), Disagree (D), Agree (A), and Strongly Agree (SA). The anonymous 
survey was administered electronically prior to the first training of the 2014-2015 
school year using the online survey service, SurveyMonkey.  
Table 5 
New Teacher Needs Assessment Survey Response Values 
Response Value 
Strongly Disagree 1 
Disagree 2 
Agree 3 
Strongly Agree 4 
 
 Thirdly, each response was assigned a numerical value of 1 to 4 for the 
response (Table 5). The numerical scores for each survey item were tallied and 
calculated to determine the weighted mean of the item. Overall, three of the items had 
weighted means less than 3.00, the benchmark for the accomplished performance 
level. These three items with the lowest weighted mean were identified as the highest 
areas of need and selected as topics for professional development sessions for the first 
semester of the 2014-2015 school year.  
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 The fourth step of the procedure involved the development and 
implementation of the professional development sessions based upon the following 
items or highest areas of need: (1) Students have designed assessments for their own 
work in my classroom. (2) My students and I make effective use of the computer 
technology in my classroom. (3) My students contribute information and participate 
in maintaining the records. Various topics related to these three items were 
researched and materials prepared for three professional development sessions, which 
also included an introductory session on classroom management. Because the 
sessions were held after school, it was decided by the district’s administration that 
two-hour sessions would be the maximum length. Follow-up for each session 
occurred via email with the sharing of additional ideas and resources. Furthermore, 
the topics were reinforced  and feedback shared at the beginning of the following 
session.    
 Lastly, in order to verify program effectiveness mid-year, the New Teacher 
Needs Assessment Survey was readministered using SurveyMonkey during the third 
week of December 2014. The same calculations were performed again to establish the 
weighted mean for each item. In an effort to ascertain program effectiveness with 
such a small sample, the frequencies and mean scores of the pre and post data were 
compared practically, or without using statistical tests. Chapter Four presents the 
findings from both dispensations of the survey as well as the specific professional 
development strategies that were employed in the interim.   
  




Findings, Identified Strategies, and Products 
 In an effort to determine the benefit of needs-based professional development 
for comprehensive teacher induction planning, as well as the impact of the resulting 
program on teacher effectiveness, a 46 item New Teacher Needs Assessment Survey 
was developed. This survey was derived from the accomplished performance level 
and its corresponding indicators as presented in the Kentucky Framework for 
Teaching (See Appendix A for the complete survey). Similar to the Kentucky 
Framework for Teaching, the survey was divided into four domains of practice: (1) 
Planning and Preparation; (2) The Classroom Environment; (3) Instruction; and (4) 
Professional Responsibilities. The domains are further sub-divided into components 
representing teacher behaviors, such as demonstrating knowledge of content and 
pedagogy; creating an environment of respect and rapport; communicating with 
students, and; reflecting on teaching. The first 44 items match the accomplished 
indicators nearly word for word, while items 45 and 46 are relevant to the 
respondents’ future career plans.   
First Administration of the New Teacher Needs Assessment Survey 
 New teachers responded to each statement of the New Teacher Needs 
Assessment Survey by selecting either strongly disagree (SD), disagree (D), agree 
(A), or strongly agree (SA), measured quantitatively as one, two, three, and four 
respectively. For instance, the first survey statement reads, I possess solid knowledge 
of the important concepts and content in my discipline, including interconnections 
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between it and other disciplines. Six teachers took the survey during its first 
administration with 83.33% or five selecting A and 16.67% or one selecting SA, 
resulting in a weighted average of 3.17.  Appendix B presents the findings from the 
first administration of the New Teacher Needs Assessment Survey, which was given  
to new teachers at the beginning of the 2014-2015 school year.  
 The data from the first administration of the New Teacher Needs Assessment 
Survey revealed three findings with weighted means below the accomplished 
performance level or 3.00, as they pertain to the Kentucky Framework for Teaching:  
 (1) Item 12 (M = 2.67) – Students have designed assessments for their own 
work in my classroom.   
 (2) Item 22 (M = 2.83) – My students and I make effective use of the computer 
technology in my classroom.  
 (3) Item 36 (M = 2.67) – My students contribute information and participate 
in maintaining the records.  
 Item 12 falls under Domain 1: Component 1F (Planning and Preparation: 
Designing Student Assessments), which earned weighted means of 3.26 and 3.00 
respectively. Item 22 lies in the purview of Domain 2: Component 2E (The 
Classroom Environment: Organizing Physical Space), receiving scores of 3.45 and 
3.17. Item 36 is included in Domain 4: Component 4B ( Professional 
Responsibilities: Maintaining Accurate Records), earning weighted means of 3.10 
and 2.83. The one domain that was not directly addressed in the professional 
development sessions was Domain 3: Instruction, as every Domain 3 indicator earned 
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at least a 3.00 weighted mean. Summarily, because of the noted deficiencies 
regarding items 12, 22 and 36, these three items were used to provide the focus for 
the teacher induction program for the first semester of the 2014-2015 school year.   
Teacher Induction Program 
Session I Professional Development  
 Before the New Teacher Needs Assessment Survey was administered, an 
introductory professional development session on classroom management was 
developed and implemented by this researcher. Classroom management was selected 
for the topic because new teachers can benefit from such a program, as evidenced in 
the literature (Rebora, 2013). All Greenup County School District new teachers were 
invited via email but not obligated to attend. Out of 12 new teachers, six attended the 
professional development session, two from the high school, and four from the 
elementaries. All six teachers actively contributed to the session, participating in all 
activities and engaging in all discussions. The six teachers who attended the 
professional development session took the New Teacher Needs Assessment Survey at 
the close of the session. The session convened at the Greenup County High School 
Media Center, lasting two hours and covering the agenda presented in Table 6. 




Session I Agenda: Classroom Management 
Welcome and Introductions 10 minutes 
Kentucky Framework for Teaching: Dr. Matt Baker 15 minutes 
Think-Pair: Preventative Strategies to Maximize On-Task Behavior 10 minutes 
Share: Preventative Strategies to Maximize On-Task Behavior 10 minutes 
Slide 2: Preventative Strategies to Maximize On-Task Behavior 5 minutes 
Slides 3 & 4: Classroom Considerations 5 minutes 
Think-Pair: Rules, Procedures, and Consequences 10 minutes 
Share: Rules, Procedures, and Consequences 10 minutes 
Slide 5: Determining Rules 5 minutes 
Slide 6: Determining Procedures 5 minutes 
Group Activity: Scenarios and Discussion 15 minutes 
New Teacher Needs Assessment Survey 15 minutes 
Closure 5 minutes 
 
 Session I began with an overview of the Kentucky Framework for Teaching 
(Framework) by Dr. Matt Baker. Dr. Baker elaborated on the various parts of the 
Framework, including the domains, components, and indicators. He emphasized the 
Framework’s significance as an observation instrument for Kentucky teachers while 
discussing the performance levels. Dr. Baker explained that the exemplary level 
should be the goal, but will probably only be “visited” by teachers from time to time. 
I followed Dr. Baker’s presentation with an explanation of the connection between 
the Framework and the New Teacher Needs Assessment Survey. 
 The first activity was a Think-Pair-Share in which the teachers independently 
brainstormed preventative strategies to maximize on-task behavior, paired with a peer 
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to discuss their strategies, then ultimately shared with the whole group. The 
participants shared various strategies such as student-designed rules, seating charts, 
and room arrangements. Next, slides two through four of the Classroom Management 
PowerPoint were displayed and discussed (Appendix C). Slide two outlined 
additional preventative strategies. For example, using a variety of learning activities 
and streamlining transitions between activities keeps students engaged, thus 
contributing to efficient classroom management (Zachary Community School 
District, 2013).  
 Slides three and four highlighted special classroom considerations, such as 
stressing large group organization and procedures during the first week of school 
(Zachary Community School District, 2013). Another important classroom 
consideration is to spend more time and energy on the management of student 
behavior, rather than making the room a showcase (Zachary Community School 
District, 2013). After all, teachers can continue to work on their rooms, but 
expectations for student behavior must be clear from the very beginning.     
 The subsequent activity was another Think-Pair-Share regarding rules, 
procedures, and consequences, followed by slides five and six about determining 
rules and procedures. It was concluded that rules must be stated clearly and kept to a 
minimum (Zachary Community School District, 2013). Positivity and consistency are 
likewise essential elements when determining rules (Zachary Community School 
District, 2013). Furthermore, procedures must be demonstrated, practiced, and 
retaught, particularly after long breaks (Zachary Community School District, 2013).  
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 Following the presentation and corresponding activities, teachers were 
allowed time to practice their classroom management skills using scenarios for role-
playing and feedback from their colleagues (Appendix D). Each scenario presented a 
different challenge for the teacher to solve. For example, the first scenario called for 
the teacher to make a connection with a quiet, shy, or sad student (The Incredible 
Years, 2009). After one pair of teachers role-played the scenario, the remaining 
teachers offered suggestions and accolades. Five different scenarios were used for 
role-playing and feedback. The remaining time in Session I was spent taking the New 
Teacher Needs Assessment Survey.              
Session II Professional Development 
 The second professional development topic, student designed assessments 
(item 12), was selected because it had the lowest weighted mean (2.67%) of the 44 
items on the New Teacher Needs Assessment Survey. The session was held at the 
Greenup County High School Media Center and included the same six teachers who 
attended the first one. This session also lasted two hours and covered the agenda 
presented in Table 7.  




Session II Agenda: Student Designed Assessments 
Welcome and Introductions 5 minutes 
Session I Highlights and Feedback 10 minutes 
Brainstorm: Characteristics of Summative and Formative Assessments 10 minutes 
Slides 1-3: Characteristics of Summative and Formative Assessments 10 minutes 
Brainstorm: Advantages of Student Self-Assessment 10 minutes 
Slides 4-6: Advantages of Student Self-Assessment 10 minutes 
Brainstorm: What do students need to know to accurately assess themselves? 5 minutes 
Slides 7-10: Steps to Student Self-Assessment 10 minutes 
Think-Pair: Snapshots of Student Designed Assessment  in the Classroom 20 minutes 
Share: Snapshots of Student Designed Assessment in the Classroom 10 minutes 
Group Activity:  
   Development of a Formative Assessment Plan Incorporating Student Self-Assessment 
15 minutes 
Closure 5 minutes 
 
 Session II started with a review of classroom management highlights and 
feedback on implementation experiences. The whole group then brainstormed 
characteristics of summative and formative assessments. Teachers described 
summative assessments as tools for measuring student achievement. As examples 
they cited products such as chapter tests, unit tests, projects, and writings. According 
to the participants, formative assessments are used to guide instruction and include 
such items as exit slips, discussion, and quizzes. Slides one through three of the 
Student Designed Assessments PowerPoint outlined additional characteristics of both 
types of assessments (Appendix E). For instance, summative assessments are rigid, 
while formative assessments are fluid (ASCD, 2009). Summative assessments are 
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unchanging measures of what a student has achieved, whereas formative assessments 
are indicative of an ongoing process influenced by student need and teacher feedback 
(ASCD, 2009). 
 For the second activity, the participants brainstormed advantages of student 
self-assessment. Teachers stated that student self-assessment is advantageous because 
it increases student engagement and encourages them to take responsibility for their 
own learning. Slides four through six further defined the advantages of student self-
assessment, which includes improving student performance and boosting self-
confidence (The Literacy and Numeracy Secretariat, 2007).  
 Next, teachers were asked to brainstorm the steps involved in student self-
assessment. The steps were difficult for the participants to ascertain, although there 
was some mention of students setting goals and practicing critical thinking skills. 
Slides seven through 10 outlined the steps for the teachers. These steps include 
explicitly teaching and modeling critical thinking skills as well as having students 
self-assess familiar tasks or performances using clearly identified criteria (The 
Literacy and Numeracy Secretariat, 2007). 
 The fourth activity had the participants describing examples, or snapshots, of 
what student designed assessment would look like in the classroom. Teachers 
described active classrooms with students working together to develop criteria and 
scoring guides to use for self-assessment. Teachers also described a classroom with a 
significant amount of conferencing between the teacher and individual students as 
they engage in the self-assessment process. Session II ended with the teachers 
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working collaboratively on formative assessment plans that incorporate student 
designed assessments.  
Session III Professional Development  
 Classroom technology integration (item 22) and student-managed record 
keeping were the topics for the third professional development session for Greenup 
County School District new teachers. These topics were selected because both 
received low weighted means on the New Teacher Needs Assessment Survey with 
scores of 2.83 and 2.80 respectively. This session included the same six teachers who 
attended the previous two sessions plus two additional elementary school participants. 
Likewise it was held at the Greenup County High School Media Center and lasted 
two hours. Table 8 presents the sessions’s agenda.  
Table 8 
Section III Agenda: Classroom Technology Integration 
Welcome and Introductions 5 minutes 
Session 2 Highlights and Feedback  5 minutes 
Discussion: Barriers to Classroom Technology Integration 10 minutes 
Slides 1-2: Reasons for Integrating Technology 5 minutes 
Slide 3: Technology Integration Tiers & Indicators 10 minutes 
PowerPoint, Slide 3: Teaching with Technology Checksheet 10 minutes 
Brainstorm: Using Technology for Student Maintenance of Records   5 minutes 
Tips for Using Technology for Student Maintenance of Records 10 minutes 
Technology Integration Workshop: Independent and/or Collaborative Activities 40 minutes 
Second Administration of New Teacher Needs Assessment Survey  15 minutes 
Closure 5 minutes 
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 Session III began with a review of student designed assessments and teacher 
examples of implementation. The topic of technology integration was introduced via 
a discussion about barriers to integration and conceivable solutions. Next, the reasons 
for integrating technology were discussed using slides one and two of the Classroom 
Technology Integration PowerPoint (Appendix F). Increasing student motivation and 
facilitating higher-order thinking skills were amongst the reasons considered 
(Melville, 2005).  
 Slide three contained links to two documents. The first document, Technology 
Integration Tiers and Indicators, denotes three levels of integration with observable 
indicators (Appendix G). The ultimate goal for a teacher is to reach the third tier, 
Powerful Student-Centered 21st Century Learning Environment (Office of 
Superintendent of Public Instruction, 2014). The third tier includes developing 
inquiry-based projects, using simulations, publishing original works, and problem-
solving in a global context (Office of Superintendent of Public Instruction, 2014). 
Teachers shared examples of activities that would qualify as third tier.    
 The second document is the Teaching with Technology Checklist (Appendix 
H). This document is a flowchart for determining the appropriateness of technology 
for a particular task or lesson (Lyon-Jones, 2013). The teachers provided examples of 
activities using technology then used the flowchart to determine suitability. This 
activity instigated a lively discussion on the true meaning of technology integration. 
 Following the discourse on the documents, teachers brainstormed the use of 
technology in student-maintained record keeping. Ideas ranged from student designed 
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spreadsheets for recording assessment scores to individual server folders for students 
to store and access all records regularly. Teachers who use student-maintained data 
notebooks shared organization tips and suggestions for using technology in the 
process.  
 The participants then had the opportunity to work independently or 
collaboratively to develop activities integrating technology or facilitating student-
maintained record keeping. The elementary teachers chose to work together as did the 
high school teachers. The elementary teachers worked on simulations in their 
particular subject areas while the high school teachers designed student server folders 
that tracked the attainment of learning targets in a unit. The presenter circulated about 
the room offering ideas and assistance as needed. The session closed with the original 
six teachers completing the New Teacher Needs Assessment Survey for the second 
time.                    
Second Administration of the New Teacher Needs Assessment Survey 
 At the close of the third professional development session, the New Teacher 
Needs Assessment Survey was readministered. The six new teachers who responded 
to the survey the first time completed it for a second time. However, this 
administration followed their participation in the induction program, as well as a 
variety of other experiences such a observations, school level professional 
development, and conferences with administrators. Once again the survey was 
anonymous. Appendix I displays the findings from the second administration of the 
New Teacher Needs Assessment Survey.     
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 Unlike the first administration of the New Teacher Needs Assessment Survey, 
the data from the second administration reveal no findings with weighted means 
below the accomplished performance level of 3.00. The following items targeted by 
the professional development moved from the developing performance level to 
accomplished:  
(1) Item 12 (M = 3.00) – Students have designed assessments for their own 
work in my classroom.  
(2) Item 22 (M = 3.33) – My students and I make effective use of the computer 
technology in my classroom.  
(3) Item 36 (M = 3.83) – My students contribute information and participate 
in maintaining the records.  
 Additionally, the weighted mean for each domain and component associated 
with the three items improved. Considering item 12, the weighted means of Domain 
1: Component 1F (Planning and Preparation: Designing Student Assessments) 
increased to 3.42 and 3.08 respectively. Regarding item 22, Domain 2: Component 
2E (The Classroom Environment: Organizing Physical Space) earned scores of 3.55 
and 3.58. Concerning item 36, the weighted means of Domain 4: Component 4B 
(Professional Responsibilities: Maintaining Accurate Records) rose to 3.49 and 3.08. 
Chapter Five offers further comparative analysis of the data as well as implications 
for future practice and next steps.      
  




Conclusions, Limitations, and Implications 
 In an effort to support new Greenup County School District teachers, promote 
teacher effectiveness, and quell teacher attrition, this study entailed the 
implementation of a teacher induction program based upon the results from the New 
Teacher Needs Assessment Survey developed by this researcher. To assess the 
effectiveness of the teacher induction program, the survey was readministered 
following three professional development sessions. 
Conclusions 
 Although all results from the first administration of the New Teacher Needs 
Assessment were analyzed and considered, the primary foci for the purpose of 
induction planning were those survey items that failed to reach the accomplished 
benchmark, or a 3.00 weighted mean. Table 9 illustrates the targeted survey items 
from the first administration of the New Teacher Needs Assessment Survey as well as 
the results and corresponding differences from the second administration.  













12. Students have designed 
assessments for their own 
work in my classroom. 
 
2.67 3.00 +0.33 
22. My students and I make 
effective use of the computer 
technology in my classroom. 
 
2.83 3.33 +0.50 
36. My students contribute 
information and participate 
in maintaining the records. 
2.67 3.00 +0.33 
     
 As Table 9 illustrates, all three of the weighted means of the targeted survey 
items, or needs, increased following the induction program’s professional 
development sessions. Item 12 increased by 0.33 points, item 22 by 0.50 points, and 
item 36 by 0.33 points. The results of this study support this researcher’s hypothesis 
that the weighted means of the needs addressed in the professional development 
sessions would increase between the two administrations of the New Teacher Needs 
Assessment Survey. 
 Although the increases are not statistically significant, as indicated using the 
Mann-Whitney U Test, they are significant in the classroom. For every teacher who 
moves towards exemplary, anywhere from 28 to 166 students can benefit, depending 
upon the grade levels taught. Table 10 displays the teachers’ responses and 
corresponding movements. 










Disagree Agree Strongly 
Agree 
 1st 2nd 1st 2nd 1st 2nd 1st 2nd 
12. Students have 
designed assessments 
for their own work in 
my classroom. 
 
0 0 2 1 4 4 0 1 
22. My students and I 
make effective use of 
the computer technology 
in my classroom. 
 
0 0 1 0 5 4 0 2 
36. My students 
contribute information 
and participate in 
maintaining the records. 
0 0 2 1 4 4 0 1 
 
 As presented in Table 10, all three items demonstrated an increase in efficacy 
in one or more teachers. Because of the anonymous nature of the survey, it is simpler 
to view the movements in terms of slots or positions. For instance, items 12 and 36 
reveal two positive moves each. One position moved out of the Disagree category 
and one moved into the Strongly Agree category, indicating either an improvement of 
one position for two teachers or two positions for one teacher. Additionally, item 22 
indicates several positive moves. Therefore, the self-identified needs of teachers can 
contribute positively to the development of a teacher induction program, which in 
turn increases teacher effectiveness.      




 The most obvious limitation of this study is that it only examined one aspect 
of a comprehensive teacher induction program, which is the needs-based professional 
development program. It did not attempt to determine the impact of other services 
such as  as mentoring, extra access to administrators, extra time for planning, and 
instructional aides.  
 Additionally, because of the anonymous nature of the New Teacher Needs 
Assessment Survey, individual changes could not be determined. In other words, 
changes in effectiveness could be assessed, but not assigned to particular individuals. 
Therefore, individualized or differentiated teacher induction based upon the findings 
of the New Teacher Needs Assessment Survey was not possible.      
 Other limitations associated with this study can be consolidated under one 
reality; this researcher lacked the authority to influence some of the conditions. For 
instance, it was not required for all new teachers to participate in the teacher 
induction program. Out of a total of 12 new teachers, only six completed the two 
administrations of the New Teacher Needs Assessment Survey as well as the 
professional development sessions offered as intervention.  
 Finally, this researcher had roadblocks implementing an efficient timeline. 
Implementation often depended upon others in administrative positions to make 
gather information and make decisions. A more efficient timeline could have allowed 
for at least one more professional development session and extended time spent with 
TEACHER INDUCTION: A NEEDS BASED MODEL 71 
 
 
the new teachers. Table 11 outlines a suggested timeline based upon the experience of 
this researcher. 
Table 11 




One year prior to implementation Strategically select a pool of mentor 
teachers and offer applicable training.  
 
Two weeks prior to the start of school Conduct a 3-day new teacher seminar 
that focuses on basic information and 
classroom management. Include the 
mentors for at least one day.   
 
August Provide dinner for the new teachers and 
mentors. Follow-up on any classroom 
management questions or issues. Have 
the new teachers complete the New 
Teacher Needs Assessment Survey.  
 
September – November  Using the August survey results, provide 
relevant professional development for the 
new teachers. 
 
December Provide finger foods and affordable 
teacher gifts for the new teachers and 
mentors. Re-administer the survey to the 
new teachers.  
 
January – April Using the December survey results, 
provide relevant professional 
development for the new teachers. 
 
May Hold a cook-out for the new teachers and 
mentors. Re-administer the survey to the 
new teachers. 
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 In addition to the timeline of activities, new teachers should be assigned a 
class schedule that is less demanding and offers supplementary built-in release time 
for planning, with and without their mentors. Extra access to administrators should be 
available to the new teachers as well as instructional aides and collaborative special 
education teachers whenever possible. In actuality, any service that could enrich the 
professional lives of new teachers should be considered. 
Next Steps and Implications 
 Next steps for the Greenup County School District first include revisiting the 
district’s professional development plan, so that all new teachers take part in the 
teacher induction program. Secondly, other feasible services for new teachers outside 
of needs-based professional development need to be considered then planned. Next, 
the Teacher Induction Program Timeline should be executed, allowing for full 
implementation of the induction program. (See Table 11.)  
 Finally, this capstone exemplifies merely the beginning of a needs based 
teacher induction program. From this model springs numerous opportunities for 
program and teacher growth. For instance, the one-year teacher induction program 
could target several additional items for professional development. In a two year 
program, each of the four domains and their corresponding indicators could be 
addressed according to teacher needs. With one domain tackled per semester a much 
more in-depth program would emerge.             
 This study and the related literature revealed the advantages of a 
comprehensive teacher induction program with needs-based professional 
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development sessions. Although the study was solely conducted in the Greenup 
County School District, it can be inferred that any Kentucky school district would 
benefit from such a teacher induction program, as it is grounded in the Kentucky 
Framework for Teaching and the Kentucky Professional Growth and Effectiveness 
System. 
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New Teacher Needs Assessment Survey 
New Teacher Needs Assessment Survey 
Domain 1: Planning and Preparation Strongly 
Disagree 




1A: Knowledge of Content and Pedagogy            
1. I possess solid knowledge of the important concepts and 
content in my discipline, including interconnections between 
it and other disciplines.  
     
  
2. I have a firm command of the teaching strategies necessary 
to help students learn the subject matter. 
     
  
1B: Demonstrating Knowledge of Students        
3. I have a solid grasp of human growth and development, 
particularly as it applies to the ages of the students I am 
certified to teach.   
     
  
4. I can fully comprehend and implement an Individualized 
Education Plan (IEP), as it applies to my content area.   
     
  
1C: Setting Instructional Outcomes        
5. I have high expectations for all students.        
6. My lessons are rigorous.        
1D: Demonstrating Knowledge of Resources        
7. I find ways to get what I need professionally        
8. I teach and model resourcefulness for my students.         
1E: Designing Coherent Instruction         
9. My lessons engage students in high-level cognitive 
activities. 
     
  
10. My lessons regularly involve student choice.        
1F: Designing Student Assessments        
11. I have designed a clear plan for the use of formative 
assessments and process of feedback in my classroom. 
     
  
12. Students have designed assessments for their own work in 
my classroom. 
     
  
Domain 2: The Classroom Environment        
2A: Creating an Environment of Respect and Rapport        
13. I project genuine feelings of warmth, caring, and 
sensitivity to students as individuals. 
     
  
14. Students display high levels of respect for me and their 
classmates.  
     
  
2B: Establishing a Culture for Learning        
15. I insist on students working hard in my classroom.        
16. My students are energetic and excited about learning.        
2C: Managing Classroom Procedures        
17. Instructional time is maximized because of efficient 
routines and procedures. 
     
  
18. Routines in my classroom are well understood by my 
students. 
 
     
  
 
2D: Managing Student Behavior 
     
  
19. Student behavior is appropriate in my classroom.        
20. Monitoring of student behavior is subtle and preventative.         
2E: Organizing Physical Space        
21. My classroom is safe, and learning is accessible to all 
students, including those with special needs. 
     
  
22. My students and I make effective use of the computer 
technology in my classroom.  
     
  
Domain 3: Instruction        
3A: Communicating with Students        
23. My directions and procedures are clear, as I anticipate 
possible misunderstanding on the part of my students. 
     
  
24. My explanation of the content is thorough and clear, using 
scaffolding to develop understanding.  
     
  
3B: Questioning and Discussion Techniques        
25. I use a variety or series of questions to challenge students 
and advance high-order thinking and discussion. 
     
  
26.  My students formulate many questions, initiate topics, 
and make unsolicited contributions.  
     
  
3C: Engaging Students in Learning        
27. Nearly all students are highly engaged in my class.        
28. I pace my lessons so students have the opportunity to 
intellectually engage in learning and reflect upon it. 
     
  
3D: Using Assessment in Instruction        
29. My students self-assess and monitor their own progress.        
30. Questions, prompts, and assessments are used regularly to 
diagnose evidence of learning by individual students. 
     
  
3E: Demonstrating Flexibility and Responsiveness        
31. I can “think on my feet,” differentiating instruction as 
needed to reach all students. 
     
  
32. I convey to my students that failure is not an option, and 
we will work together until everyone understands. 
     
  
Domain 4: Professional Responsibilities        
4A: Reflecting on Teaching        
33. I regularly reflect on my lessons, assessing effectiveness 
and achievement of instructional outcomes. 
     
  
34. I can make thoughtful and insightful suggestions on how 
to improve my lessons. 
     
  
4B: Maintaining Accurate Records        
35. My system for maintaining information on student 
completion of assignments, student progress in learning, and 
non-instructional records is effective. 
     
  
36. My students contribute information and participate in 
maintaining the records. 
     
  
4C: Communicating with Families        
37. I frequently communicate with my students’ families 
regarding their progress, engaging families in the instructional 
program. 
     
  
38. My responses to family concerns are handled with 
professional and cultural sensitivity. 
     
  
4D: Participating in a Professional Community        
39. I volunteer my time in the life of the school.        
40. I seek out leadership roles.        
4E: Growing and Developing Professionally        
41. I seek out professional development for continuous 
growth. 
     
  
42. I initiate important activities to contribute to the 
profession. 
     
  
4F: Showing Professionalism        
43. I can be counted on to hold to the highest standards of 
honesty, integrity and confidentiality. 
     
  
44. I am highly proactive in serving students, seeking out 
resources when needed. 
     
  
Miscellaneous (For Research Purposes Only)        
45. I plan to continue in the education profession.        
46. I plan to return to this district next year if re-hired        
 














New Teacher Needs Assessment Survey Results I 
 
  
New Teacher Needs Assessment Survey 
First Administration Results 
Domain 1: Planning and Preparation SD D A SA Weighted 3.26 
          Mean 
1A: Knowledge of Content and Pedagogy           3.25 
1. I possess solid knowledge of the important concepts and 
content in my discipline, including interconnections between it 
and other disciplines.  
0 0 5 1 3.17 
2. I have a firm command of the teaching strategies necessary to 
help students learn the subject matter. 
0 0 4 2 3.33 
1B: Demonstrating Knowledge of Students           3.42 
3. I have a solid grasp of human growth and development, 
particularly as it applies to the ages of the students I am certified 
to teach.   
0 0 3 3 3.50 
4. I can fully comprehend and implement an Individualized 
Education Plan (IEP), as it applies to my content area.   
0 0 4 2 3.33 
1C: Setting Instructional Outcomes           3.33 
5. I have high expectations for all students. 0 0 2 4 3.67 
6. My lessons are rigorous. 0 1 4 1 3.00 
1D: Demonstrating Knowledge of Resources           3.25 
7. I find ways to get what I need professionally 0 0 5 1 3.17 
8. I teach and model resourcefulness for my students.  0 0 4 2 3.33 
1E: Designing Coherent Instruction            3.33 
9. My lessons engage students in high-level cognitive activities. 0 0 4 2 3.33 
10. My lessons regularly involve student choice. 0 0 4 2 3.33 
1F: Designing Student Assessments           3.00 
11. I have designed a clear plan for the use of formative 
assessments and process of feedback in my classroom. 
0 0 4 2 3.33 
12. Students have designed assessments for their own work in my 
classroom. 
0 2 4 0 2.67 
Domain 2: The Classroom Environment           3.45 
2A: Creating an Environment of Respect and Rapport           3.50 
13. I project genuine feelings of warmth, caring, and sensitivity 
to students as individuals. 
0 0 2 4 3.67 
14. Students display high levels of respect for me and their 
classmates.  
0 0 4 2 3.33 
2B: Establishing a Culture for Learning           3.58 
15. I insist on students working hard in my classroom. 0 0 2 4 3.67 
16. My students are energetic and excited about learning. 0 0 3 3 3.50 
2C: Managing Classroom Procedures           3.42 
17. Instructional time is maximized because of efficient routines 
and procedures. 
0 0 3 3 3.50 
18. Routines in my classroom are well understood by my 
students. 
0 0 4 2 3.33 
2D: Managing Student Behavior           3.58 
19. Student behavior is appropriate in my classroom. 0 0 3 3 3.50 
20. Monitoring of student behavior is subtle and preventative.  0 0 2 4 3.67 
2E: Organizing Physical Space           3.17 
21. My classroom is safe, and learning is accessible to all 
students, including those with special needs. 
0 0 3 3 3.50 
22. My students and I make effective use of the computer 
technology in my classroom.  
0 1 5 0 2.83 
Domain 3: Instruction           3.13 
3A: Communicating with Students           3.00 
23. My directions and procedures are clear, as I anticipate 
possible misunderstanding on the part of my students. 
0 0 6 0 3.00 
24. My explanation of the content is thorough and clear, using 
scaffolding to develop understanding.  
0 0 6 0 3.00 
3B: Questioning and Discussion Techniques           3.25 
25. I use a variety or series of questions to challenge students and 
advance high-order thinking and discussion. 
0 0 5 1 3.17 
26.  My students formulate many questions, initiate topics, and 
make unsolicited contributions.  
0 0 4 2 3.33 
3C: Engaging Students in Learning           3.00 
27. Nearly all students are highly engaged in my class. 0 0 6 0 3.00 
28. I pace my lessons so students have the opportunity to 
intellectually engage in learning and reflect upon it. 
0 0 6 0 3.00 
3D: Using Assessment in Instruction           3.00 
29. My students self-assess and monitor their own progress. 0 0 6 0 3.00 
30. Questions, prompts, and assessments are used regularly to 
diagnose evidence of learning by individual students. 
0 0 6 0 3.00 
3E: Demonstrating Flexibility and Responsiveness           3.42 
31. I can “think on my feet,” differentiating instruction as needed 
to reach all students. 
0 0 3 3 3.50 
32. I convey to my students that failure is not an option, and we 
will work together until everyone understands. 
0 0 4 2 3.33 
Domain 4: Professional Responsibilities           3.10 
4A: Reflecting on Teaching           3.08 
33. I regularly reflect on my lessons, assessing effectiveness and 
achievement of instructional outcomes. 
0 0 5 1 3.17 
34. I can make thoughtful and insightful suggestions on how to 
improve my lessons. 
0 0 6 0 3.00 
4B: Maintaining Accurate Records           2.83 
35. My system for maintaining information on student 
completion of assignments, student progress in learning, and non-
instructional records is effective. 
0 0 6 0 3.00 
36. My students contribute information and participate in 
maintaining the records. 
0 2 4 0 2.67 
4C: Communicating with Families           3.17 
37. I frequently communicate with my students’ families 
regarding their progress, engaging families in the instructional 
program. 
0 0 5 1 3.17 
38. My responses to family concerns are handled with 
professional and cultural sensitivity. 
0 0 5 1 3.17 
4D: Participating in a Professional Community           
39. I volunteer my time in the life of the school. 0 0 6 0 3.00 3.17 
40. I seek out leadership roles. 0 0 5 1 3.17 
4E: Growing and Developing Professionally           3.17 
41. I seek out professional development for continuous growth. 0 0 5 1 3.17 
42. I initiate important activities to contribute to the profession. 0 0 5 1 3.17 
4F: Showing Professionalism           3.17 
43. I can be counted on to hold to the highest standards of 
honesty, integrity and confidentiality. 
0 0 4 2 3.33 
44. I am highly proactive in serving students, seeking out 
resources when needed. 
0 0 6 0 3.00 
Miscellaneous (For Research Purposes Only)           3.58 
45. I plan to continue in the education profession. 0 0 3 3 3.50 
46. I plan to return to this district next year if re-hired 0 0 2 4 3.67 3.24 
 














Classroom Management Presentation 
Strategies for Success 
CLASSROOM 
MANAGEMENT 
Preventative Strategies to Maximize On-Task Behavior 
  
1. Plan for an efficient room arrangement (= easy 
monitoring = fewer opportunities for distractions and 
disruptions).  
2. Establish rules and procedures (teach and reinforce).  
3. Reduce transition time between activities.  
4. Have with-it-ness, overlapping, smoothness, and 
momentum.  
5. Build a strong group focus and hold students 
accountable.  
6. Build variety into learning activities.  
Classroom Considerations 
 
1. A climate of work is what you want to establish 
during the first week of school. 
2. The first week of school should stress large group 
organization and procedures. 
3. Spend your time on classroom management of 
student behavior, rather than on making your 
classroom look like a showcase. 
4. Do not over arrange or over decorate your room 
for the opening of school. 
Classroom Considerations (cont.) 
 
5. Your room should be neat and pleasant, but 
don’t spend time making it the ultimate room you 
want by Back-to-School Night.  
6. A few bare bulletin boards, shelves, and 
flowerpots won’t bother anyone.  
7. And don’t bother having the learning center, 
library, or resource center complete.  
Determining Rules 
 
1. Rules should be stated clearly. 
2. Rules should be kept to a minimum.  
3. Rules should contribute to a positive class climate. 
4. Classroom rules must be consistent to school 
rules. 
5. Rules should be reviewed throughout the year. 
Procedures in the Classroom 
 
STEP 1. Select the procedures.  
STEP 2. Teach/Review the procedures.  
• Explain the procedure immediately prior to the 
first time the activity will take place.  
• Demonstrate the procedure.  
• Practice and validate understanding.  
• Give feedback.  
• Reteach as needed.  
• Review the procedures with the students prior 
to each situation for the first few weeks.  





Zachary Community School District. (2013). 
 Classroom management. Retrieved from 
 http://www.zacharyschools.org/ZIP/Mentor 
 Handbook_Classroom Management.pdf  















Role Plays for Teacher Classroom Management 
 
Scenario 1: 
Practice making a connection with a student who is quiet, shy, or sad. Think about trying to be 
close to the student without overwhelming him/her. 
 
Scenario 2: 
Practice how to respond to a student who is discouraged and frustrated about an assignment. 
 
Scenario 3: 
Practice a phone call to a parent about the students’ disruptive behavior in class. 
 
Scenario 4: 
Practice giving clear, positive instructions for a transition, making it developmentally appropriate 
for the age you teach. 
 
Scenario 5: 
Practice questioning using scaffolding. Consider what to do about students calling out the 
answers out of turn.  
 
Source: 
The Incredible Years. (2009). Role Plays for Teacher Classroom Management. Retrieved from 
 incredibleyears.com/download/.../teacher.../TCM-Role-Play-Practice.pdf   
 














Student Designed Assessments Presentation 
  
The Process of Student Self-Assessment 
Student Designed Assessments 
Formative Assessment 
(Assessment for Learning) 
Summative Assessment 
(Assessment of Learning) 
Purpose: To improve learning and 
achievement 
Purpose: To measure or audit 
attainment 
Carried out while learning is in 
progress—day to day, minute by 
minute. 
Carried out from time to time to 
create snapshots of what has 
happened. 
Focused on the learning process and 
the learning progress. 
Focused on the products of learning. 
Viewed as an integral part of the 
teaching-learning process. 
Viewed as something separate, an 
activity performed after the 
teaching-learning cycle. 
Collaborative—Teachers and students 
know where they are headed, 
understand the learning needs, and 
use assessment information as 
feedback to guide and adapt what they 
do to meet those needs. 
 
Teacher directed—Teachers assign what 
the students must do and then 




Fluid—An ongoing process influenced 
by student need and teacher feedback. 
Rigid—An unchanging measure of 
what the student achieved. 
Teachers and students adopt the role 
of intentional learners. 
Teachers adopt the role of auditors 
and students assume the role of the 
audited. 
Teachers and students use the 
evidence they gather to make 
adjustments for continuous 
improvement. 
Teachers use the results to make final 
"success or failure" decisions about a 
relatively fixed set of instructional 
activities. 
Why Student Self-Assessment? 
Student self-assessment is one type of assessment that has 
been shown to raise students’ achievement significantly.  
An upward cycle of learning results when students 
confidently set learning goals that are moderately challenging 
yet realistic, and then exert the effort, energy, and resources 
needed to accomplish those goals. 
By explicitly teaching students how to set appropriate goals 
as well as how to assess their work realistically and accurately, 
teachers can help to promote this upward cycle of learning 
and self-confidence. 
 
Why Student Self-Assessment? 
Accurate self-assessment is crucial for education to be a 
lifelong enterprise that continues far after the student has left 
the classroom. 
The ability to know yourself can be assessed, trained, and 
improved, resulting in worthwhile increases in performance. 
 
 
Benefits for Teachers 
Student self-assessment promotes increased engagement. 
Teacher has access to information, otherwise unavailable, 
about student effort and persistence. 
Students begin to internalize instructional goals and apply 
them to future efforts. 
Steps to Self-Assessment 
There are a number of steps that teachers can take to ensure 
that their students learn how to self-assess effectively. Students 
and parents need to understand not only what self-assessment 
is, but also why and how it is being used to support student 
learning. 
Steps to Self-Assessment (cont.) 
Model/intentionally teach critical thinking skills required for 
self-assessment practices. 
Address students’ perceptions of self-assessment, and engage 
students in discussions or activities focused on why self-
assessment is important. 
Anticipate that students will respond differently to 
opportunities for self-assessment; some may welcome them, 
while others may question their worth. 
Allow time for learning self-assessment skills. 
 
Steps to Self-Assessment (cont.) 
Provide students with many opportunities to practice 
different aspects of the self-assessment process as they 
gradually assume more responsibility for their own learning 
(e.g., brainstorming possible criteria for assessment, applying 
these criteria to their own work, receiving timely feedback 
on their self-assessments and developing goals and action 
plans). 
Have students self-assess familiar tasks or performances using 
clearly identified criteria. 
Ensure that parents/guardians understand that self-
assessment is only one of a variety of assessment strategies 
that you use and why you use it. 
Ultimately students must ask… 
 
Where am I now? 
Where am I trying to go? 
What do I need to get there? 
How will I know I have accomplished what I set out to do? 
Sources 
ASCD. (2009). The lay of the land: Essential elements of  the 




The Literacy and Numeracy Secretariat. (2007). The Capacity 
 Building Series. Retrieved from 
 http://www.edu.gov.on.ca/eng/literacynumeracy/ 
 inspire/research/studentselfassessment.pdf  













Classroom Technology Integration Presentation 
  
Increase student motivation for learning  
Improve communication of learning goals  
Facilitate higher-order thinking skills  
Build valuable skills that students will use 
in college and in the workplace  
Expand students' understanding from 
novice to mastery 
 
Reasons for Integrating Technology 
Technology Integration 
Tiers & Indicators 
Teaching with 
Technology Checklist 
Two Helpful Documents 
Lyon-Jones, S. (2013). Teaching with technology: A 
 basic checklist. Retrieved from The Edtech Hub:  
 http://www.edtech-
 hub.com/resources/techteachchecklist.html  
Melville, E. (2005). Technology Integration Strategies. 
 Retrieved from Glencoe Online: 
 http://www.glencoe.com/sec/teachingtoday/su
 bject/tech_integration.phtml  
Office of Superintendent of Public Instruction. (2014). 
 Tiers of Technology Integration. Retrieved from the 
 State of Washington: 
 https://www.k12.wa.us/EdTech/TechLiteracy/TechI
 ntTiers.aspx  
Sources 

















Technology Integration Tiers and Indicators 
 
 
Tier I: Teacher Focus on 
Productivity 
Tier II: Instructional Presentation 
and Student Productivity 
Tier III: Powerful Student-Centered 21st 
Century Learning Environment 
 
Focuses on the teacher using 
technology to get the job done 
Teacher facilitation of large group 
learning activities and student 
productivity use of technology 
Promotes students to be actively engaged 
in using technology in individual and 




 Locate standards using 
electronic tools to align 
lessons (e.g., use the online 
Grade-Level Resources site 
and locate EALRs/GLEs on 
OSPI website) 
 Find instructional resources 
on the Internet (e.g., find 
lesson resources at Marco 
Polo, district, or state 
websites) 
 Produce, store, and retrieve 
learning materials 
electronically (e.g., create 
lesson plans in Word and 
store them on file server, 
create and print handouts 
for students that can be 
saved and modified in future 
years) 
 Keep/organize student 
information, grades more 
effectively (e.g., use 
electronic gradebook, 
extract achievement data 
from student information 
system, graph student 
progress using Excel) 
 Communicate information to 
parents and students via 
web or e-mail (e.g., post 
upcoming events or 
assignments on school 
webpage) 
 Communicate quickly with 
e-mail (e.g., respond to e-
mail from parents, learn 
about school meetings and 
events via internal e-mail) 
Teachers: 
 Conduct one-computer classroom 
lessons (e.g., use software such as 
Decisions, Decisions and Timeliner 
by Tom Snyder, lead virtual field 
trips to museums using K-20 
Network) 
 Deliver presentations with graphics 
and sound (e.g., teachers use 
software such as PowerPoint, 
Keynote, or audio production 
software) 
 Lead students in brainstorming and 
sharing ideas (e.g., teachers use 
word processing programs or 
software such as Inspiration, use 
Intel Visual Ranking website) 
 Represent information visually (e.g., 
teachers create graphs in Excel or 
with a graphing calculator to visually 
represent chemical interactions) 
 Facilitate group discussions and 
lessons (e.g., teachers use 
interactive whiteboards, LCD 
projectors, student response 
systems) 
 Have students write papers and 
reports on assigned topics using 
computers or “smart keyboards” 
such as AlphaSmarts (e.g., require 
that all student papers must be 
word-processed) 
 Create scaffolding for student 
projects (e.g., teachers provide 
students with writing prompts or 
project templates) 
 Facilitate students using technology 
for assessment (e.g., teachers use 
online quizzes or diagnostic tools, 
graph and analyze progress with 
class using Excel) 
 Interactively communicate with 
parents and students (e.g., teachers 
initiate and respond to e-mail, 
conduct on-line surveys, interact 
through website) 
Teachers enable students to: 
 Create and use online resources to 
facilitate inquiry (e.g., students create 
and use online resources such as 
WebQuests) 
 Engage in inquiry-based projects driven 
by essential questions (e.g., students 
create major research projects such as 
Big 6 essential question projects) 
 Direct their own use of technology (e.g., 
students stay current with new 
information through tools such as RSS 
feeds) 
 Research, analyze data and problem-
solve in a global context (e.g., student 
engage in projects such as ThinkQuest 
with classrooms in other states or 
countries) 
 Engage in individual or collaborative 
project-based learning (e.g., students 
engage in real-world projects and 
problem-solving using email or 
websites) 
 Use modeling and simulations (e.g., 
students conduct simulations using 
online resources) 
 Write, develop and publish individual 
and collaborative products (e.g., 
students publish projects online to be 
reviewed by parents or peers) 
 Invent products through programming or 
production (e.g., students produce how-
to videos or movies to share with others) 
 Create scaffolding for their own projects 
(e.g., students create writing prompts or 
project templates) 
 Are involved with their parents and 
teachers in the analysis of student data 
and meeting standards, or participate in 
developing their own learning plans (e.g., 
students use classroom-based 
assessments and assess their own work) 
 Initiate communication with parents, 
teachers, community members, or other 
students (e.g., students display self-
directed communication through tools 
such as weblogs) 
 













Teaching with Technology Checklist 
  














New Teacher Needs Assessment Survey Results II 
  
New Teacher Needs Assessment Survey 
Second Administration Results 
Domain 1: Planning and Preparation SD D A SA Weighted 3.42 
          Mean 
1A: Knowledge of Content and Pedagogy           3.33 
1. I possess solid knowledge of the important concepts and 
content in my discipline, including interconnections between it 
and other disciplines.  
0 0 4 2 3.33 
2. I have a firm command of the teaching strategies necessary to 
help students learn the subject matter. 
0 0 4 2 3.33 
1B: Demonstrating Knowledge of Students           3.50 
3. I have a solid grasp of human growth and development, 
particularly as it applies to the ages of the students I am certified 
to teach.   
0 0 2 4 3.67 
4. I can fully comprehend and implement an Individualized 
Education Plan (IEP), as it applies to my content area.   
0 0 4 2 3.33 
1C: Setting Instructional Outcomes           3.50 
5. I have high expectations for all students. 0 0 2 4 3.67 
6. My lessons are rigorous. 0 0 4 2 3.33 
1D: Demonstrating Knowledge of Resources           3.75 
7. I find ways to get what I need professionally 0 0 1 5 3.83 
8. I teach and model resourcefulness for my students.  0 0 2 4 3.67 
1E: Designing Coherent Instruction            3.33 
9. My lessons engage students in high-level cognitive activities. 0 0 4 2 3.33 
10. My lessons regularly involve student choice. 0 0 4 2 3.33 
1F: Designing Student Assessments           3.08 
11. I have designed a clear plan for the use of formative 
assessments and process of feedback in my classroom. 
0 0 5 1 3.17 
12. Students have designed assessments for their own work in my 
classroom. 
0 1 4 1 3.00 
Domain 2: The Classroom Environment           3.55 
2A: Creating an Environment of Respect and Rapport           3.58 
13. I project genuine feelings of warmth, caring, and sensitivity 
to students as individuals. 
0 0 1 5 3.83 
14. Students display high levels of respect for me and their 
classmates.  
0 0 4 2 3.33 
2B: Establishing a Culture for Learning           3.67 
15. I insist on students working hard in my classroom. 0 0 2 4 3.67 
16. My students are energetic and excited about learning. 0 0 2 4 3.67 
2C: Managing Classroom Procedures           3.33 
17. Instructional time is maximized because of efficient routines 
and procedures. 
0 0 4 2 3.33 
18. Routines in my classroom are well understood by my 
students. 
0 0 4 2 3.33 
2D: Managing Student Behavior           3.58 
19. Student behavior is appropriate in my classroom. 0 0 3 3 3.50 
20. Monitoring of student behavior is subtle and preventative.  0 0 2 4 3.67 
2E: Organizing Physical Space           3.58 
21. My classroom is safe, and learning is accessible to all 
students, including those with special needs. 
0 0 1 5 3.83 
22. My students and I make effective use of the computer 
technology in my classroom.  
0 0 4 2 3.33 
Domain 3: Instruction           3.62 
3A: Communicating with Students           3.83 
23. My directions and procedures are clear, as I anticipate 
possible misunderstanding on the part of my students. 
0 0 1 5 3.83 
24. My explanation of the content is thorough and clear, using 
scaffolding to develop understanding.  
0 0 1 5 3.83 
3B: Questioning and Discussion Techniques           3.50 
25. I use a variety or series of questions to challenge students and 
advance high-order thinking and discussion. 
0 0 2 4 3.67 
26.  My students formulate many questions, initiate topics, and 
make unsolicited contributions.  
0 0 4 2 3.33 
3C: Engaging Students in Learning           3.50 
27. Nearly all students are highly engaged in my class. 0 0 3 3 3.50 
28. I pace my lessons so students have the opportunity to 
intellectually engage in learning and reflect upon it. 
0 0 3 3 3.50 
3D: Using Assessment in Instruction           3.50 
29. My students self-assess and monitor their own progress. 0 0 3 3 3.50 
30. Questions, prompts, and assessments are used regularly to 
diagnose evidence of learning by individual students. 
0 0 3 3 3.50 
3E: Demonstrating Flexibility and Responsiveness           3.75 
31. I can “think on my feet,” differentiating instruction as needed 
to reach all students. 
0 0 1 5 3.83 
32. I convey to my students that failure is not an option, and we 
will work together until everyone understands. 
0 0 2 4 3.67 
Domain 4: Professional Responsibilities           3.49 
4A: Reflecting on Teaching           3.67 
33. I regularly reflect on my lessons, assessing effectiveness and 
achievement of instructional outcomes. 
0 0 3 3 3.50 
34. I can make thoughtful and insightful suggestions on how to 
improve my lessons. 
0 0 1 5 3.83 
4B: Maintaining Accurate Records           3.08 
35. My system for maintaining information on student 
completion of assignments, student progress in learning, and non-
instructional records is effective. 
0 0 5 1 3.17 
36. My students contribute information and participate in 
maintaining the records. 
0 1 4 1 3.00 
4C: Communicating with Families           3.83 
37. I frequently communicate with my students’ families 
regarding their progress, engaging families in the instructional 
program. 
0 0 2 4 3.67 
38. My responses to family concerns are handled with 
professional and cultural sensitivity. 
0 0 0 6 4.00 
4D: Participating in a Professional Community           
39. I volunteer my time in the life of the school. 0 0 3 3 3.50 3.00 
40. I seek out leadership roles. 0 1 4 1 3.00 
4E: Growing and Developing Professionally           3.58 
41. I seek out professional development for continuous growth. 0 0 1 5 3.83 
42. I initiate important activities to contribute to the profession. 0 0 4 2 3.33 
4F: Showing Professionalism           3.75 
43. I can be counted on to hold to the highest standards of 
honesty, integrity and confidentiality. 
0 0 1 5 3.83 
44. I am highly proactive in serving students, seeking out 
resources when needed. 
0 0 2 4 3.67 
Miscellaneous (For Research Purposes Only)           3.75 
45. I plan to continue in the education profession. 0 0 3 3 3.50 
46. I plan to return to this district next year if re-hired 0 0 0 6 4.00 3.52 
 




LESLIE J. MOYER  
EDUCATION 
December, 1986 Bachelor of Arts 
   Eastern Kentucky University 
   Richmond, Kentucky 
 
August, 2000  Master of Arts 
   Morehead State University 
   Morehead, Kentucky 
 
Pending  Doctor of Education 
   Morehead State University 
   Morehead, Kentucky 
 
PROFESSIONAL EXPERIENCES 
1998-2002   High School Teacher/Assistant Academic Coach  
   Greenup County School District  
   Greenup, KY  
    
2002-2005   High School Teacher/Assistant Academic Coach  
   Ashland Independent School District  
   Ashland, KY 
 
2006-2008   Executive Director 
   Community Assisstance and Referral Service, Inc. 
   Ashland, KY 
 
2008-current  High School Teacher/Department Chair/Head Academic Coach
   Greenup County School District 
   Greenup. KY 
HONORS 
2009   Transatlantic Outreach Program Delegate 
   Deutsche Bank AG and Kentucky Department of Education  
   Berlin, Germany 
 
  
TEACHER INDUCTION: A NEEDS BASED MODEL 115 
 
 
2011   Social Studies Department Chair 
   Greenup County High School 
   Greenup, KY 
 
2012   Kentucky Literacy Network for Social Studies Associate 
   Kentucky Department for Education 
   Frankfort, KY 
  
2014   Kentucky Social Studies Standards Writing Committee 
   Kentucky Department of Education 
   Frankfort, KY 
    
  
